In the US/Mexico borderlands, local language varieties face frequent discrimination and delegitimization, described by Anzaldúa (1987) as 'linguistic terrorism.' The present study uses the three-level positioning framework (Bamberg & Georgakopoulou, 2008) to analyze how young adults in the Rio Grande Valley (RGV) in south Texas construct borderland identities by positioning themselves with respect to 'linguistic terrorism' in sociolinguistic interviews. In their narratives, young adults enact, ascribe, and accept but also reject, subvert, and reconstitute language ideologies, including national identities, raciolinguistic ideologies, and standard language ideologies. An understanding of these multiple and contradictory borderland positionalities holds important implications for critical language awareness as a way for language educators to counter 'linguistic terrorism' in both physical and metaphorical borderlands.
Language Achievement, & Advocacy Systems for Education, 2006) . Still, many of these policies resulted in transitional bilingual programs, created to move children to English-only classrooms as soon as possible (TEA et al., 2006) . More recently, a growing number of dual language programs in the area are supporting Spanish language maintenance (Taylor, 2018) . This history of linguistic oppression and discrimination has had long-lasting effects on identity, education and language ideologies in this border region.
Theoretical Framework
In Borderlands/La Frontera: The New Mestiza, Gloria Anzaldúa (1987) describes her experience growing up in the RGV and defines 'linguistic terrorism' as the hostility Chicanos face from both English and Spanish speakers about their bilingual language varieties. Anzaldúa recounts how English speakers punished her for using Spanish in public school and forced her to take speech classes to eliminate her accent at college. Yet, she also describes how Spanish speakers criticized her Chicano Spanish as 'deficient,' describing it as deviant from standard academic rules:
Deslenguadas. Somos los del español deficiente. [Ones without tongues. We are those of the deficient Spanish.] We are your linguistic nightmare, your linguistic aberration, your linguistic mestisaje [mixture], the subject of your burla [jokes] . Because we speak with tongues of fire we are culturally crucified. Racially, culturally, and linguistically somos huérfanos [we are orphans]-we speak an orphan tongue. (Anzaldúa, 1987, p. 34) Anzaldúa's depiction of Chicano speakers as 'linguistic orphans' depicts how they face discrimination from both sides, English and Spanish speakers. ACCEPTED MANUSCRIPT: This is an Accepted Manuscript of an article published by Taylor & Francisin International Research Journal on June 25, 2019 , available online: https://www.tandfonline.com/doi/full/10.1080 /19313152.2019 ACCEPTED MANUSCRIPT: This is an Accepted Manuscript of an article published by Taylor & Francisin International Research Journal on June 25, 2019, available online: https://www.tandfonline.com/doi/full/10. 1080/19313152.2019.1623637 Many scholars have applied Anzaldúa's (1987) theorization of 'linguistic terrorism' in diverse fields, such as women and gender studies (Cantú, 2011) , education (Diaz Soto & Kharem, 2006) , literature (Herrera-Sobek, 2006) , critical race studies (Martínez, 1999) , and
Mexican American Studies (Álvarez, 2013) . Such authors use this term to discuss issues of linguistic discrimination and oppression with Anzaldúa's unique border theory lens. As an RGV native, Anzaldúa's 'linguistic terrorism' is particularly meaningful in this borderland context.
In this study, language ideologies are defined as "beliefs, or feelings, about languages as used in their social worlds" (Kroskrity, 2004, p. 498) . They are further understood as multiple and contradictory in communities (Kroskrity, 2004) and within individual speakers (Henderson & Palmer, 2015; Martínez, 2013) . The following narratives are shown as active sites for the construction of borderland identities as individuals (re)position themselves with regard to language ideologies, such as national identities, raciolinguistic ideologies, and standard language ideology. In these "spaces between worlds" (Anzaldúa, 2002, p. 1) , national identities are often exaggerated, and individuals who perceive themselves as belonging to a certain nation-state bound collective manifest this belief through social practices, such as speaking a certain language or identifying with certain culturally-relevant symbols (Wodak et. al, 2009, p. 29) . Just as national identities conflate perceived nationalities and language, raciolinguistic ideologies "conflate certain racialized bodies with linguistic deficiency unrelated to any objective linguistic practices" (Flores & Rosa, 2015, p. 150) . Beliefs that certain physical features equate to certain ways of speaking are highly problematic. Similarly problematic is standard language ideology, a belief that there is one true, correct form. This ideology leads individuals "to stigmatize particular linguistic practices perceived as deviating from prescriptive norms" (Rosa, 2016a, p. Spanish is stigmatized. It is important to note that it is not only outsiders who enact linguistic terrorism. Chicano speakers themselves often internalize pervasive negative language ideologies (Anzaldúa, 1987; Toribio, 2002) . In this way, friends, family and Chicano speakers themselves may engage in 'linguistic terrorism.' Standard language ideology is also often closely linked to the practice of 'language policing' (Blommaert et. al, 2009) , or "the orderly management, negotiation and (re)construction of norms for language choice and use" (Leppänen & Piirainen-Marsh, 2009, p. 262) , which can occur on both individual and institutional levels.
Literature Review
Without using the term 'linguistic terrorism,' many researchers have examined these themes. Linguistic discrimination and oppression in school policies and practices in the Southwest are widely documented (Cole & Johnson, 2013; MacGregor-Mendoza, 2000; Rosa, 2016a Rosa, , 2016b Villa, 2002) . Outside of school, linguistic discrimination has been considered in the workplace (Barrett, 2006) , in court cases (Lippi-Green, 2011), in newspapers (Santa Ana, 1999) , and in the media (Hill, 1999) .
Scholars have also analyzed these themes in the context of narratives. In an analysis of narratives among Latin American immigrant women, De Fina and King (2011) find that 'language conflict' indicates broader conflict between racial/ethnic groups. Yet, they also note that while the women confirmed and reproduced dominant language ideologies, they also used narrative as a form of resistance against their marginalization (De Fina & King, 2011) . Similarly, Christoffersen and Shin (2018) explicitly enforced an "English only" ideology. Despite this rhetoric, the participants used narratives to reject ethnic identities ascribed to them by others and enact identities on their own terms. In a study of linguistic discrimination in the narratives of Latino college students, Rojas-Sosa (2015) reveals that the participants did not overtly qualify these situations as 'racism' or 'discrimination,' which she suggests may be due to internalized discourses of the denial of racism. Although it was not defined as such, each of these studies depict examples of 'linguistic terrorism' in narratives; and in each, language ideologies play a significant role. The present study investigates the language ideologies and 'linguistic terrorism' unique to the context of the borderlands, where language policing is experienced by Chicano speakers from both English and Spanish speakers.
Methods
The Responses to all sections of these documents are optional, and the participants' audio recording, transcription, and documentation are de-identified. (e) have a structure that varies considerably as it emerges as the result of the specific questions asked and the relationship between interlocutors. (King & Punti, 2012, p. 238) There were three narratives from young adults (18-25 years old) and two from older adults. This study focuses on the three young adults' narratives based on their potential to provide insight for borderland identities in language education. (See Table 4 for details on the participants.) Initially, the storyworlds within the narratives were analyzed based on the following categories set forth by Labov (1972b) and described by De Fina & King (2011):
Abstract: presents the gist of the narrative Orientation: presents details on time, persons, and places Complicating action: presents conflicts between characters and subsequent actions Coda: a closing utterance that relates past events to the present establishing connections between past and present, for example consequences Evaluation: presents the point of view of the narrator about the events (p. 169).
As narratives serve an important role in argumentation (De Fina, 2000) , particular attention was attributed to how the narratives function as evidence for claims (Günthner, 1995) and contribute to a general thesis (Carranza, 1999) , also referred to as 'exempla' (Martin & Plum, 1997) .
Then, the analysis followed the three-level positioning framework (Bamberg, 2003; Bamberg & Georgakopoulou, 2008) . This framework is based on Davies & Harré's (1990) positioning, which marked a shift in narrative analysis away from a static 'role' to a more discursive construction of a diversity of selves by a 'choosing subject.' Positioning Level 1 is the analysis of the relationships between the characters in the storyworld along with their events, settings and circumstances. Positioning Level 2 is the context of the interaction between the narrator(s) and interlocutor(s). Lastly, Positioning Level 3 analyzes how narrator(s) position themselves with regards to 'dominant discourses' or 'master narratives,' or powerful and pervasive language ideologies in society.
Narratives and Analysis
Narrative 1: National Identities proper language use and Mayte is positioned as a novice or substandard Spanish speaker, because she uses a term which is declared to be 'not a word' (line 38).
In the storytelling world (Level 2), Mayte is a dramatic storyteller; she uses distinct voices for each of the characters, a high pitch for the reported speech of 'they' in pre-K, and a lower tone for pre-K Mayte's response. Her aunt's reported speech (lines 36, 38) is lower and spoken quickly, with a sense of immediacy. Spanish Class Mayte's apology is spoken in a sheepish, lower tone and at a slightly slower speed. All of this adds to the comic frame that out tone suggesting that it is obvious, she switches her response to 'actually no' (line 5), using the Pre-K and 2 nd grade narratives as evidence that her English was "pretty good" (line 31) and thus didn't need correction, although this is rather hesitant and characterized by rising intonations and hedging (lines 32, 33). In the last narrative, Mayte changes her response back to a 'yeah' (line 40), after she recounts an exemplum of her aunt and Spanish teacher correcting her Spanish. Her stated argument is that her English was good, and it was her Spanish that needed correcting, and thus her Spanish teacher was the teacher who corrected her. Her aunt's critique (line 36, 38) is an exemplum in response to Davíd's question about teachers correcting her.
Mayte's diverse positionalities relate to various societal discourses (Level 3). Pre-K constructs the concept of a national identity in several ways. Her use of a non-specific indexical 'they' (line 12) highlights an ideological distance between 'their' language ideologies and those of pre-K Mayte. Pre-K Mayte further invokes the Herderian ideology of "one nation, one language, one people" (Hobsbawn, 1990; Bourdieu, 1991; Woolard, 1998) 
as she conflates
Spanish with a Mexican identity (line 8). Mayte describes this as a choice related to language pride (Martínez, 2006) , and unrelated to English proficiency (lines 28, 29) . The criticism of Mayte's Spanish in the last narrative sequence harkens notions of linguistic purism (Dorian, 1994) and standard language ideology (Lippi-Green, 2011), which suggest that there is one true pure and idealized form of a given language. The term 'parqueadero' is a very common borrowing in Mexican American Spanish, especially throughout the US/Mexico border region.
Mayte's aunt engages in "dialect dissing" (Zentella, 2002) , as she elevates the status of an 'idealized' standard Spanish while diminishing the value of Mexican American varieties of Spanish or Chicano 'dialects.'
Narrative 2: Raciolinguistic Ideologies
The next narrative comes from Victor who was born in McAllen, Texas. His mother was born in Mexico, while his father was born in the U.S. He rated his Spanish speaking competency as 3 and English as 6 (0 = not very good, 6 = very good). Although he was exposed to both Spanish and English languages from birth, he had never taken a class in Spanish, and he described his language use with his friends as 95% English and 5% Spanish. With his family, Victor reported speaking English 85% of the time. Victor rated the statement "I feel myself when I speak Spanish" at 1 and "I feel myself when I speak English at 6 (0= disagree and 6= agree). In the narrative below, Karen, a close friend who rated her own Spanish speaking competency as 'moderately good,' asked Victor whether he speaks Spanish.
(2) "I'm a little white, I'm a coconut.": Victor (V) and Karen (K) Like Victor as agentive, creating a bicultural identity through the use of the coconut metaphor, which will be discussed further below.
At the interactional level, this narrative event is based on Karen's question of whether he speaks Spanish. Instead of a short response, Victor explains when he speaks Spanish, with whom he speaks Spanish, why he does or doesn't speak Spanish with certain individuals, and he describes what it is like for him in situations where he speaks Spanish. This in-depth and personal response is allowed by the fact that these two are close friends who are close in age.
During Victor's narrative, Karen responds intermittently, showing empathy and active listening.
Victor's narrative demonstrates 'linguistic terrorism' from other Spanish speakers and himself through the internalization of a standard language ideology and raciolinguistic ideologies. His comment, 'I sound so fucking white' (line 38) and the constructed speech "you sound like a gringo" (line 45) clearly demonstrate "looking like a language, sounding like a race" (Rosa, 2018, p.2) . Although Victor self-identifies as Hispanic, he experiences a situation described as "the incident" in mixed-race studies (Wallace, 2002) , in which an individual is confronted with an attempted erasure or challenged to defend their ethnic identity (line 45).
Victor responds to "the incident," positioning himself as bicultural, Mexican and American. The quick and quiet rhythm of this response suggests that he has used this metaphor before. As a Hispanic individual with one parent born in Mexico and the other in the U.S., this metaphor demonstrates his dual racial/ethnic and linguistic borderlands identity. Victor describes himself as a fruit that is white inside with a brown outer shell. He may even be comparing the brown skin of the coconut to his phenotype and the white inside to his language abilities. Victor's narrative demonstrates how individuals who do not fit common generalizations of phenotype and language use are frequently faced with the decision of whether to accept or challenge other-ascriptions of identity (Bailey, 2000) . The 'Ok, thanks' seems as if Victor accepts this identity, but Victor actually rejects the other-ascription through the coconut metaphor, suggesting that he is both (lines 38, 46) .
Narrative 3: Standard Language Ideologies & Critical Language Awareness
The last narrative is from Ana, Spanglish with her mother (line 11); in fact, she uses the conditional 'would' (line 12) to describe the possible consequences, which demonstrates that she does not do this. On the other hand, Ana suggests that it doesn't matter with her friend (line 15), who has limited control over her. Ana presents herself as regularly speaking in Spanglish with her friend, "as much as [she] wants" (line 18). The quick and whispered nature of this line highlights Spanglish as an act of linguistic transgression, a forbidden and unsanctioned way of speaking. To a certain point, it seems that Ana has internalized a standard language ideology, as she refers to the use of 'normative' Spanish without any English influence as "good Spanish" (line 10). Yet, Ana distances herself from this ideology as she reports continuing to speak Spanglish and countering her friend's hegemonic discourse with her retort, "But it's the sa::m:e" (line 24). Moreover, Ana suggests that her linguistics classes are part of the reason that she's not bothered by diverse language practices. In doing so, Ana suggests that such classes offer a mitigating effect in situations of 'linguistic terrorism.' The three narratives presented here demonstrate how young adults on the US/Mexico border face 'linguistic terrorism,' or hostility from English and Spanish speakers towards their border language varieties and borderland identities. Each level of analysis provides a unique layer of insight into this narrative, and when taken together they provide a more complete an indepth understanding. In Narrative 1, Mayte positions her storyworld selves as changing over time. While Pre-K Mayte makes own language choices, 2 nd Grade Mayte switches from subverting school language policy to an acceptance of school language practices, and Spanish
Discussion & Conclusion
Class Mayte ascribes to a standard language ideology. According to Mayte's reasoning (Level 2), only her Spanish teacher corrected the way she spoke, but individuals in all three narratives correct her language choice. A level 3 analysis demonstrates how monolingual and standard language ideologies are internalized by Mayte in the final narrative sequence, delegitimizing her own borderland dialect and identity. In Narrative 2, Victor positions himself as an insecure Spanish speaker, his close friends and stepmom as understanding interlocutors, and other proficient Spanish speakers as delegitimizing his ethnic identity and his language. The interactional context with a close friend allowed for an account of language use and experiences.
While others enact standard language ideologies and raciolinguistic ideologies, Victor rejects other-ascriptions of identity and instead asserts his own bicultural, borderlands identity through the coconut metaphor. In Narrative 3, Ana positions Storyworld Ana as a Spanglish speaker, and her friend and mother as anti-Spanglish. Her friend and mother enact monolingual and standard language ideologies as they engage in language policing of a hybrid linguistic practice such as Spanglish. Ana, in turn, polices her language around her mother; however, she rejects these negative evaluations of Spanglish and reconstitutes it as a positive language variety both within
